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This qualitative content analysis of three Minnesota Historical Society (MNHS) primary 
source ed kits explores the influence of conscious archival description on inquiry-based 
teaching and the development of historical empathy among students in secondary U.S. 
history and/or social studies courses. Interdisciplinary literature on the intersection of 
archives, education, and technology elucidates the impetus behind and value of primary 
source ed kit production. Accordingly, said research substantiates the importance of 
evaluating this (and related) feat(s). Analysis of MNHS descriptive practices employed 
throughout packets of three distinct historical topics (“Native Minnesota: Dakota and 
Ojibwe Homeland,” “Setting the Stage for Civil Rights,” and “Newspapers of the 
Vietnam War Era”) considers trends in the terminology found across subject overviews, 
primary source contexts, and accompanying discussion questions. Arising themes provide 
insight into ed kit alignment with MNHS educational incentives, draw on parallels to 
literature about primary source-based education and conscious archival description, and 
suggest opportunities for future research. 
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In pursuit of perpetuating good primary source-based education, this paper 
explores the influence of conscious archival description on inquiry-based teaching and 
the development of historical empathy among students in secondary U.S. history and/or 
social studies courses. Robust literature on the relationship between archives, education, 
and technology emphasizes the intersectional value of primary source-based education 
and, accordingly, supports the importance of evaluating said endeavors.  
To see descriptive practices at play in the dissemination of information and 
further investigate their role in education, I conducted a qualitative content analysis of 
several primary source ed kits from the Minnesota Historical Society (MNHS). 
Established in 1849 and today one of the nation’s most prestigious historical societies, 
MNHS is widely recognized for its historical resources, educational impact, community 
service, advocacy, and leadership. Its first strategic priority of educational relevance 
positions it as an organization committed to equipping and inspiring learners to 
“examine, engage, and understand their world through a historical lens” (Minnesota 
Historical Society). As such, there’s a good case for analyzing the content of MNHS ed 
kits in particular, and from it, gleaning how archival descriptive practices reflect 
institutional values and influence primary source-based education. 
My documentary investigation includes packets of three distinct historical subject 
areas: “Native Minnesota: Dakota and Ojibwe Homeland,” “Setting the Stage for Civil 
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Rights,” and “Newspapers of the Vietnam War Era”. I chose these three because 
of their subject matters’ traditionally politicized and polarizing record, their relevance to 
diversity, equity, and inclusion initiatives within archives, and the likely abundance of 
both cross-cultural and cross-generational use of descriptive language. I closely examined 
trends in the terminology found across each topic’s overview, primary source contexts, 
and accompanying discussion questions.  
As stated, partial inspiration behind this qualitative content analysis was catalyzed 
by interdisciplinary literature rich in its discussion of primary source-based education. Its 
value within a pedagogical framework has been clearly established. Not only does the use 
of contextualized primary sources benefit students beyond the classroom and craft them 
into active, socially-minded, inquisitive participants in a democratic society, but 
furthermore facilitates collaboration between archivists and educators. This partnership 
has lasting impact on the influence of collecting institutions on society, the professional 
development of both archivists and educators, and the successful transformation of 







The turn of the millennium brought with it a steady rise in the popularity of 
primary sources within traditional classroom settings—a trend whose momentum has 
been fueled by technological advances amidst the backdrop of an increasingly digital 
world. Cultural heritage materials have taken shape as resources especially valuable to 
social studies instruction, but are used in many different subject areas. Literature across 
various professional domains has explored primary source-based education in depth—
addressing the particulars of its value, the needs of educators in adapting to this new 
learning environment, and the emergence of a more collaborative partnership between 
archivists and educators. I’ve outlined my findings in five interrelated categories.  
 
The	value	of	primary	source-based	education	
The studied value of this developing approach to education extends to various 
stakeholders involved. The focus of my study pertains most directly to its effect on 
inquiry-based teaching and student learning, so I’ll begin there. Current pedagogy 
emphasizes the importance of primary sources to social studies instruction. According to 
findings from Maria Cristina Pattuelli in her 2007 dissertation, a prominent theme in the 
field of social studies education is its perception of the traditional textbook-driven 
approach as reductionist. Textbooks present history as an objective account of reality, 
which limits inquiry-based exploration and learning (Pattuelli, 2007). Student agency 
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throughout the learning process—involving activities such as interpretation, 
problem-solving, and critical-thinking—not only more effectively engages the student, 
but also lays the groundwork for developing what Martin Booth coined “history thinking” 
skills (Cherry, 2010). Booth (1993) defines these as the catalysts of “a process by which 
meaning, or potential meaning, is abstracted from a discrete source of evidence and 
drawn to a common center” (p.116). Primary sources expose students to multiple 
perspectives which facilitate a more inquisitive attitude (Otten, 1998; Tally and 
Goldenberg, 2005). Furthermore, the individual discovery supported by primary source-
based education ultimately better prepares students for active participation in a diverse, 
democratic society (Cuban, 2003; Cohen and Rosenzweig, 2006).  
Thomas Kevin B. Cherry (2010) also emphasizes the power of storytelling and 
the role of primary sources in presenting history as a narrative. He explains, “Good 
stories generate interest and with interest comes a desire to know more, and it is upon that 
interest that true education is built” (p.311). This notion echoes what Peter Seixas (2002) 
put forth in his six element schemata for historical thinking. He frames archival materials 
as “traces of the past” in service of stories for the present (p.414). Primary sources 
volumize historical voices in more transformative, resonating ways to the lasting benefit 
of those who listen.  
This “collaboratively constructed framework” for social studies instruction 
likewise positively influences both archivists and educators (Cherry, 2010). It creates a 
valuable partnership between the two—one which elicits a more positive view of archives 
among the general public and creates opportunity for active participation in a new 
learning environment (Cook, 1997; McLean and Lynch, 2004). In fact, education is more 
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widely becoming the most important application of digital libraries (Fox, 2004). 
E-learning has grown in tandem with the broadening scope of digital operations as 
educators have become an increasingly essential community of library users (Fox, 2004; 
Zhang et al., 2004). Within this changing educational landscape and from a user-centered 
lens, digital libraries respond to educator needs in three main ways: the provision of 
resources, tools, and services in streamline with new technologies (Kalinichenko, 2003). 
For educators, this may involve additional professional development and technological 
training, whereas for archivists it invites them into a teaching role (Cherry, 2010). 
Furthermore, Dooley et al. (1999) explains that technology use instills “a more favorable 
attitude toward change […] higher levels of motivation, more social participation, and 
greater exposure to communication channels” (p.170). It’s clear that primary source-
based education not only revolutionizes student learning and development, but also 
provides archivists and educators with ample opportunities for professional and personal 
growth. Further discussion of educator needs and the relationship between archivists and 
educators will be revisited after the following section. 
 
Historical	empathy	and	social	justice	
As mentioned, a foundational value of primary source-based education is its 
facilitation of “history thinking” skills in students. Many have agreed that historical 
empathy is paramount to these skills—central not only to quality historical study, but also 
to matters of social justice in the present. Core to the development of historical empathy 
are the multiple and diverse perspectives introduced by primary sources (Cherry, 2010). 
According to Stuart J. Foster (2001), various forms of evidence (together with assorted 
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viewpoints on said evidence) encourages students to take note of their own 
biases, and in doing so promotes the practice of “evidence-based conjecture” (p.172). In 
contrast, the singular authoritative voice of textbook narratives constructs a barrier; it 
keeps empathy from coming to fruition (Yeager and Doppen, 2001). 
Historical empathy is also commonly understood as a manifestation of creative 
thinking (Portal, 1987). It operates in conjunction with the imagination and other 
cognitive skills “so that we can fathom worlds unlike our own, contexts far from those we 
know, [and] ways of thinking and feeling that are alien to us” (Lerner, 1997, p.201). This 
applies to both past and present worlds and relies upon thorough contextualization 
(Foster, 2001; Cherry, 2010). Primary sources are the cornerstones of an apparatus by 
which diverse perspectives and an appreciation for context engage the imagination to 
feed historical empathy—a skill of multi-faceted impact.  
 
Educator	needs	in	primary	source-based	education	
Likewise crucial for an orientation to primary source-based education is an 
understanding of educator needs and the resulting partnership between archivists and 
educators. Time is one of the forerunning hurdles. The information search and retrieval 
process required to find and effectively use primary sources places a significant strain on 
teachers already hard-pressed for time and other resources (Pattuelli 2007; Cherry, 2010). 
According to Jopling and MacColl of the OCLC E-learning Task Force (2003), a 
precursor to any successful model of primary source-based education is research 
conducted first to understand and respond to how educators seek, select, and use digital 
materials. Overwhelmingly, educators position curriculum-contextualized primary 
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sources as the chief descriptive characteristic both reducing selection time and 
increasing selection confidence (Pattuelli, 2007; Cherry, 2010). With this in mind, 
Pattuelli (2007) suggests the application of annotation tools for rich semantic descriptions 
of web content. Doing so facilitates more efficient mining on the basis of categorization 
and concept browsing (Pattuelli, 2007). As it stands, standard content description of 
cultural heritage materials does not address educator needs.  Additional barriers to 
primary source-based education include educators’ need for technical support, scarcity of 
equipment, and compromised speed of access (Project Tomorrow Staff, 2019).  
 
Archivist	and	educator	collaboration	
This array of educator needs invites archivists into the fold and creates 
opportunity for partnership—each fulfilling complementary roles in the interest of 
primary source-based education. Such a “collaboratively constructed framework” bridges 
professional domains in response to systematic analysis of library user (educator) needs 
(Cherry, 2010; Cook, 1997; Harley et al., 2006). According to Paul Solomon (2005), only 
a shift from system to user-centered design of services and tools will make known the 
pillars of an effective partnership.  
Borgman et al. (2005) notes that lack of tools and support contrasts with the 
abundance of digital resources available to educators. To overcome this divide, archivists 
must act as the translator of primary sources (Cherry, 2010). This involves an adjustment 
to archival descriptive practices informed by educator guidance regarding curriculum 
standards (Cherry, 2010; Jopling and MacColl, 2003; Pattuelli, 2007). Recker et al. 
(2005) further this point with their conclusion that availability and access does not 
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promise successful integration. It is the archivist’s role as translator to 
streamline access and use; educators, however, are key to the connection making process 
of instruction—that is, generating enthusiasm among students for primary sources and 
their historical narratives (Cherry, 2010).  
Within this framework, archivist-led training and professional development of 
educators is foundational to primary source-based education. This applies both to 
instruction about archival materials and the development of technological skills 
(Ringstaff and Kelley, 2002). Many studies have evidenced the success of such 
mentoring and/or apprenticeship programs between archivists and educators (Demitriadis 
et al., 2003; Margerum-Leys and Marx, 2004; Glazer et al., 2005; Bell, 2006).  
 
Conscious	archival	description	and	primary	source	ed	kits	
As has been outlined, good description of primary sources for use in the 
classroom centers education and addresses educator needs as end-objectives. In part, this 
pertains to the role of context in promoting history thinking skills (including historical 
empathy) among students. According to Duff and Johnson (2002), context is necessary 
for interpretation—a core element of historical research and study. Contextualized 
descriptive practices also streamline the search and selection process for educators (Gill, 
2004). Clifford Lynch (2003) coins tailoring digital collections to their intended audience 
based on how they’re presented, discovered, and used as “customization by community” 
(p.196).  
What’s not directly confronted in the literature, however, is the role of conscious 
archival description in primary source-based education. The growing attention devoted to 
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how collections are described in online finding aids is in direct response to an 
augmented depth of understanding about the reality of power in archives, as well as the 
myth of neutrality. Archives originated to uphold power structures—doing so by way of 
their focus on and glorification of people in powerful positions (Schwartz and Cook, 
2002). Remaining neutral in collecting practices only reinforces these power structures 
(Wright, 2019). Remedying this situation involves both a shift in collecting priorities—
including the diversification of representation, with special focus given to the 
traditionally marginalized—as well as ethical, humanizing wording and terminology. 
Little study has been done to determine the role of conscious archival description in the 
distinct but equally as valuable realm of primary source-based education (such as 
terminology found across each topic’s overview, primary source contexts, and 




Research Questions and Hypotheses 
1. How does the descriptive language in three Minnesota Historical Society (MNHS) 
primary source ed kits reflect the institution’s educational incentives? 
2. What does this say about the role conscious archival description plays in inquiry-
based teaching and the development of historical empathy among high school 
students in U.S. history and/or social studies courses? 
 
Existing research in both the LIS and education fields has established the value of 
primary source-based education to the instruction and learning of history; linked its 
developing popularity to ongoing technological advances facilitating classroom access; 
and described the complementary roles of archivists and educators in this new, 
collaborative learning space. The leading effect of focus for the purposes of my research 
is its serving as a catalyst for the development of historical empathy among students, a 
critical thinking skill foundational to the progression of social justice. While there also 
exists a great deal of research about archival description and the impact of language on 
perpetuated historical narratives, my intent is to tie these seemingly disparate practices 
together—on the pretense that archival description exhibits significant influence on the 
efficacy of primary source-based education and inquiry-based teaching.   
This paper explores the influence of descriptive language in primary source 
education packets on inquiry-based teaching and the role of conscious archival 
description on the development of historical empathy among high school students in U.S. 
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history and/or social studies courses. Analysis of MNHS descriptive practices 
employed throughout packets of three distinct historical topics (“Native Minnesota: 
Dakota and Ojibwe Homeland,” “Setting the Stage for Civil Rights,” and “Newspapers of 
the Vietnam War Era”) considers trends in the terminology found across subject 
overviews, primary source contexts, and accompanying discussion questions. Arising 
themes provide insight into MNHS educational incentives and suggest best practices for 
ongoing, institutional commitment to primary source-based education.  
Key terms central to my research include the following. Primary source-based 
education refers to the use of archival materials—such as letters, diaries, photographs, 
and maps (among many more)—as tools for instruction in the classroom. Very closely 
related and often used in conjunction to the former, inquiry-based teaching is an approach 
emphasizing the student’s role in the learning process. E-learning is the use of electronic 
technologies to access educational curriculum outside the traditional classroom setting, 
an advance directly impacting the development of primary source-based education. 
Conscious archival description involves the use of ethical or inclusive language to better 
recognize experiences of historically marginalized populations, as represented in primary 
source materials (Lexico, 2019). In regard to this qualitative content analysis, this refers 
to the descriptive language used in MNHS primary source ed kits—including subject 
overviews, primary source contexts, and accompanying discussion questions. Historical 
empathy is the process of students’ cognitive and affective engagement with historical 
figures to better understand and contextualize their lived experiences, decisions, and/or 
actions (Endacott and Brooks, 2013). And finally, collaborative learning (or collaborative 
knowledge model) refers to the coming together of two or more different 
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disciplines/fields (in this case, archival science and education) to facilitate more 






In the effort to answer these research questions, I conducted a qualitative content 
analysis of three ed kits from the Minnesota Historical Society (MNHS). More 
specifically, I examined archival descriptive practices of primary sources in “Native 
Minnesota: Dakota and Ojibwe Homeland,” “Setting the Stage for Civil Rights,” and 
“Newspapers of the Vietnam War Era”. My goals in doing so were twofold. First, I 
sought to determine how the MNHS approach to archival description of primary source 
packets reflects its educational incentives and publicly stated institutional values. I also 
sought to draw on the role of conscious archival description in primary source-based 
education and further investigate how it influences both inquiry-based teaching and the 
development of historical empathy among U.S. high school students.  
My rationale for this approach was grounded in various considerations. Initially, 
I’d planned to conduct a mixed-methods case study. The intent behind doing so involved 
a desire to narrow my research questions and/or general interest to one representative 
example, so that from this particular study I could glean potential best practices and 
lessons learned for other archival institutions and educators seeking to establish similar 
collaborative learning models. But while I adjusted my approach strictly to documentary 
analysis of descriptive practices (due, in part, to limitations arising from the Coronavirus 
pandemic), I retained my focus on the Minnesota Historical Society. I chose to do so 
because of my long-standing interest in the organization and curiosity about their archival 
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approach. Qualitative content analysis ultimately illuminated structural patterns 
and topical themes across each of the three ed kits, both of which were indicative of 
conscious archival description and accordingly reflected MNHS’s stated commitment to 
educational relevance. 
Positionality	/	researcher	role	
My role as researcher included tasks such as conducting a comprehensive 
literature review, establishing communication with representatives from the Minnesota 
Historical Society as a means to obtain copies of their primary source ed kits, closely 
examining each ed kit’s descriptive practices (data collection), categorizing my findings 
into themes (data analysis), and interpreting them according to research goals.  
While I’m an outsider to the education field (regarding my lack of teaching 
experience and the fact that I am not currently a student in the learning environment 
under study), I am an insider in relation to the archival component of my paper. I have 
professional experience working with primary source materials from my research 
assistantship at Wilson Special Collections Library and am well-versed in the field from 
Archives and Records Management courses—especially those pertaining to conscious 
description of archival collections. Furthermore, I have some experience at MNHS itself 
from field trips growing up and participation in the History Day competition. I was 
positioned well to make connections and establish trust, but was also cognizant of 
maintaining appropriate distance from my research. 
Sample	/	research	participants	
I opted to sidestep involvement of human subjects and instead conducted a 
qualitative content analysis of three primary source ed kits from the Minnesota Historical 
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Society. My sampling unit was therefore the descriptive practices employed 
throughout each—including both structure and terminology as found in topical 
overviews, primary source contexts, and accompanying discussion questions.  
The sampling procedure I used for ed kit selection was of a non-probability 
technique. Of the 10 MNHS primary source packets, I played an active role in choosing 
which three to examine on the basis of diverse representation and personal interest in the 
subject area. I perceived the contents within “Native Minnesota: Dakota and Ojibwe 
Homeland,” “Setting the Stage for Civil Rights,” and “Newspapers of the Vietnam War 
Era” would best fit the bill. Each packet discusses traditionally politicized and polarizing 
matters, is relevant to diversity, equity, and inclusion initiatives within archives, and is 
abundant with both cross-cultural and cross-generational use of descriptive language. A 
more complete description of kit contents is provided in the results section below.   
Data	collection	and	analysis	methods	
The sole data collection method I used was of existing data—that is, descriptive 
content from MNHS primary source ed kits, such as topical backgrounds, overall guiding 
questions, and context and discussion questions for each source. I reviewed each packet 
several times to effectively organize my initial findings into working patterns and themes. 
I did so by color-coding my highlights and taking extensive marginal notes. Furthermore, 
I paid special attention to recurrent terminology, powerful language, and syntax. I did this 
work inductively, allowing codes and themes to emerge from the data rather than coming 
into the process with a predetermined idea of what I might find in these documents. The 
benefit of focusing on documentary analysis was that all data of interest was readily 
accessible. But it did require a lot of time and work to later analyze.  
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While some themes arose in the process of data collection itself, my 
subsequent in-depth analysis of structural commonalities and subject area-specific themes 
ultimately produced more cleanly cut categories. From these, I was able to ascertain how 





Close analysis of these three MNHS primary source ed kits (“Native Minnesota: 
Dakota and Ojibwe Homeland,” “Setting the Stage for Civil Rights,” and “Newspapers of 
the Vietnam War Era”) revealed a relatively consistent structure across subject areas yet 
descriptive themes unique to each. I first outlined the common approach and guiding 
principles behind MNHS’ overarching ed kit production process, as evidenced by 
parallels between these three examples. Then I conducted a more in-depth content 
analysis of each packet in isolation—findings which ultimately impart MNHS 
educational values and provide a foundation for better understanding the role of 
conscious archival description in primary source-based education. 
Primary	source	ed	kit	structure	
 Each ed kit is comprised of the following sections:  
- Introduction 
- Reading and Analyzing Primary Sources 
- Background 
- List of Primary Sources 
- Overall Discussion and Guiding Questions 
- Context and Discussion Questions for Each Source 
- Activities 
- Resources 
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- Academic Standards Alignment 
- Credits 
- Acknowledgments, and 
- Image Credits.  
Slight differences in this basic outline, however, should be noted. For example, both 
“Native Minnesota: Dakota and Ojibwe Homeland” and “Newspapers of the Vietnam 
War Era” also contain relevant maps and a glossary of terms (labeled in the former as 
“Vocabulary and Terminology” and in the latter as “General Vocabulary”). Furthermore, 
section order between the three ed kits is generally but not always precisely consistent, 
nor are sections within each packet always clearly labeled in the Table of Contents. Such 
is the case with “Newspapers of the Vietnam War Era,” which on the opening page 
doesn’t appear to have a List of Primary Sources or Overall Discussion and Guiding 
Questions, when in fact they are together on page 6, preceding Context and Discussion 
Questions for Each Source.  
 Each ed kit was coordinated and written by Jessica Ellison and Heidi Kloempken 
of MNHS staff, but differences among Project Directors, members of the Project 
Advisory Team, and other volunteers could be contributing factors to stated 
inconsistencies. While these aren’t major, streamlining a common Table of Contents 
across all three ed kits would better suit the user. Doing so would more effectively 
establish user expectations and encourage sustainable, continued use of primary source 
packets. Furthermore, I wondered why a relevant map and glossary of terms wasn’t 
included in “Setting the Stage for Civil Rights”. What assumptions were made in making 
this decision?  
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 Minor structural differences aside, it’s clear MNHS produced these ed 
kits according to a common standard and set of values. Each Introduction clearly 
communicates the packet’s subject matter and purpose, underlining MNHS perspectives 
on the role of primary sources in historical education. According to its intro, the “Native 
Minnesota: Dakota and Ojibwe Homeland” primary source packet “provide[s] an avenue 
for integrating Native perspectives on homeland into a social studies curriculum” (p.3). 
Similarly, the “Setting the Stage for Civil Rights” ed kit “expand[s] the narrative of 
African Americans’ struggle for civil rights” (p.3). And primary sources from 
“Newspapers of the Vietnam War Era” aim to “familiarize students with reading 
newspapers and with various perspectives from the Vietnam War era [and] help students 
build critical thinking skills” (p.3). Each packet was designed with a particular subject-
specific goal in mind, but common across all three is the role of primary sources in 
exposing students of history to multiple perspectives and thereby augmenting their 
critical consideration of complex, nuanced narratives. In other words, each ed kit 
facilitates primary sources (and their creators) to speak for themselves.  
 This finding from an analysis of the packets’ introductory sections is further 
supported by commonalities across each ed kits’ commentary on Reading and Analyzing 
Primary Sources. It’s here that ed kit authors expound upon the role of primary sources in 
education, orienting the user to the value behind such an approach.  Authors introduce 
users (educators and students alike) to an understanding of the impact biased language 
can have in analyzing historical sources, and by doing so, set the tone for conscious 
archival description in primary source ed kit production. 
  22 
Finally, parallels between each packet’s Overall Discussion and 
Guiding Questions and Discussion Questions for Each Source also reveal the role of 
descriptive practices (here, beyond a prose format) in facilitating user analysis and 
historical thinking skills. These questions collectively cover the fundamentals of primary 
source analysis, probing student consideration of each artifact’s context of creation, 
intended audience, purpose/function, what perspective it reflects, and who is 
included/excluded from the collection. Said directives encourage students to interact with 
historical nuance and more profoundly understand the role of original documents (and 
their contextual description) in perpetuating historical narratives.  
 General ed kit structure and its influence on primary source-based education now 
established, it should also be noted that conscious archival description furthermore comes 
to light through each packet’s particular terminology and themes. Content analysis 
revealed these arising primarily from their sections on topic Background and Context for 
Each Source. Findings are to follow. 
Native	Minnesota:	Dakota	and	Ojibwe	Homeland	
Decisions concerning archival description within this packet fall into three general 
categories. First is the language used to characterize Indigenous people and culture. 
Second is terminology associated specifically with the concept of Dakota and Ojibwe 
homeland. And third is the descriptive framework of what transpired to said homeland.  
Indigenous People and Culture 
A crucial and telling orientation to the terminology throughout this ed kit is 
provided on page 4. Here, authors explain their interchangeable use of “Indigenous,” 
“Native,” and “Native American,” emphasizing that Indigenous Americans themselves 
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have different preferences for these terms. Most, however, are partial to 
designation by tribal name. In response, the Minnesota Historical Society elected to use 
“Native American” (and interchangeable terms as previously mentioned) in reference to 
Indigenous people at large, and “Dakota” or “Ojibwe” when referring specifically to the 
people of the 11 federally recognized tribes in Minnesota. Ed kit authors furthermore 
explain their occasional inclusion of historically inaccurate labels such as “Sioux,” 
“Chippewa,” and “St. Croix”. Although the product of cultural misunderstanding and 
linguistic mispronunciation by Europeans and other outsiders upon their first encounter 
with Native people (or as arbitrarily assigned by archaeologists), these terms persist in 
some historical records and legal documents today. It is for this reason alone they’re 
sparsely found throughout this packet. Finally, the MNHS effort to overcome 
traditionally Eurocentric descriptive practices and instead center Indigenous voices in 
their own historical record is recognized by the packet’s robust inclusion of Dakota and 
Ojibwe naming origins and pronunciations. This is especially visible in the contextual 
description of Joseph Nicollet’s 1843 map identifying the location of several Native 
nations and bands throughout the hydrographical basin of the upper Mississippi River. 
Each nation and/or band is listed in three parts: the name as it appears on the original 
map, the Indigenously correct spelling of it, and its corresponding Indigenous 
pronunciation. That MNHS addresses the importance of understanding terminological 
origins and clarifies intent behind language use reflects their mission to “decolonize 
collections and broaden history beyond European American narratives” (p.4).  
In the Background section of “Native Minnesota: Dakota and Ojibwe Homeland,” 
authors describe tribes as “sovereign nations” with “inherent rights to govern themselves” 
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(p.3). This language sets the tone for MNHS interaction with and respect for 
Indigenous culture and autonomy, further evidenced by the descriptive practices of 
several primary source contexts to follow. For example, description of the Grand Mound 
along what is today’s Minnesota/Canada border introduces the concepts of Indigenous 
creation and ownership. Accompanying primary source context emphasizes that since 
Native ancestors built Grand Mound from about 200 BCE to 650 CE as a means to “hold 
and honor their dead […] it’s accessible today only by Native communities for 
ceremonial and educational purposes” (p.9). This contextual description underscores the 
importance of honoring Indigenous spaces and cultural practices, and advocates for a 
historical narrative representing Indigenous people with sovereignty and respect.  
In addition to Indigenous autonomy, description of primary sources throughout 
this packet also brings light to Indigenous adaptation and ingenuity. For example, Jeffers 
Petroglyphs (Native carvings along a stretch of quartzite in southwestern Minnesota, 
circa 5000 BCE) are described on page 8 as an inventive form of storytelling, historical 
documentation, and communication. The 1862 Dakota beaded hide gun case on page 11 
is similarly described as a byproduct of Native people incorporating European materials 
and weapons into their own ways of life. The descriptive framework of this primary 
source thereby likewise elevates Indigenous adaptation, yet also emphasizes the 
persistence of Indigenous culture. On a related note, archival description of a fishing 
spear and fish houses on page 14 positions Ojibwe spearfishing as an exemplar of cultural 
pride. It’s noted that while technological changes have introduced some modifications to 
the process, Ojibwe “spearfishing [today] remains largely the same” (p.14). As such, 
Indigenous adaptation is framed as a thoughtful choice on the part of Native people—one 
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emanating from pre-existing ingenuity rather than from a basis of outsider-
perceived need for improvement. In other words, MNHS ed kit authors describe Ojibwe 
cultural practices in such a way that debunks the myth of European cultural superiority. 
This perspective is further evidenced by contextual descriptions of an Ojibwe birchbark 
scraped winnowing basket and a Dakota star quilt on page 18, both of which center 
Indigenous craft-making skills and knowledge. Ultimately, the descriptive language of 
Dakota and Ojibwe cultural practices throughout this ed kit characterize Indigenous 
people with the forethought, resourcefulness, and creative capacity historically absent 
from the Eurocentric Native American narrative.  
Concept of Homeland 
 The second thematic category generated from my content analysis of descriptive 
practices throughout this ed kit relates specifically to the Minnesota Historical Society’s 
focus on Dakota and Ojibwe homeland. Contextual descriptions of both the topical 
background and several primary sources place emphasis on said land belonging to Native 
tribes. Such a consistent descriptive approach to and consideration of this concept 
elucidates the institution’s historical framework of what transpired between Indigenous 
populations and European Americans—the third and final category I’ll return to later.   
 This packet’s Background is replete with references to “the place we now call 
Minnesota” as home first “to Indigenous people for thousands of years” (p.3). Ed kit 
authors thereby establish a long-standing record of Native presence and activity prior to 
European arrival, and by so doing fixate on the land’s narrative in connection to Dakota 
and Ojibwe tribes. Its origin story does not begin with European “discovery”.  
Related descriptive practices are found throughout several primary source contexts, too. 
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For example, in their archival description of a projectile point created sometime 
between 6000 and 800 BCE, ed kit authors underscore this artifact’s role in “highlighting 
the long-term physical presence of Native people in this place” (p.8). 
Language throughout this packet furthermore depicts the nature of Indigenous 
relationship with the land as “essential to ongoing cultural practices, teachings, and 
values” (p.3). Authors stress that both Dakota and Ojibwe peoples have physical, cultural, 
and spiritual connections to the land and landscape. Specifically, it’s noted that the 
Dakota, although physically separated from part of their homeland after the US-Dakota 
War of 1862, retain an unbroken spiritual connection to their creation place. Ojibwe, on 
the other hand, maintain a sacred relationship with Minnesota’s abundant water because 
it “sustains [their] people and traditions, such as fishing and wild ricing” (p.3). The land 
now recognized as Minnesota “is and will always be home” to Dakota and Ojibwe tribes 
(p.3). As evidenced, there’s no question that conscious archival description throughout 
this packet attributes significant value to the concept of Indigenous homeland, and from 
its use of present tense language emphasizes that these tribes/people still exist.  
Historical Framework of Conflict Between Indigenous and European Americans 
 Ed kit authors were thoughtful in their description of Dakota and Ojibwe 
homeland as a means to more powerfully set the stage for discussion about what 
happened upon European arrival and why it matters. Conflict is introduced in the 
Background with terminology such as “forced removal,” “diminished homelands,” and 
“hardship for Native people” (p.3). It’s explained that as a result of “actions by others, 
namely the United States government […] game was driven away and supplies of 
seasonal indigenous foods were eroded” and that, accordingly, limited hunting, fishing, 
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and gathering rights were retained “as a means of survival” (p.3).  
Description specific to several primary sources throughout this packet also 
contributes to the MNHS-sponsored historical framework—one which holds that U.S. 
disregard and attack of Indigenous sovereignty was an affront to human rights. For 
example, the Dakota beaded hide gun case is noted to have been “found west of 
Minnesota in Dakota Territory before most Dakota people were exiled from the state” 
(p.11). Similarly, description accompanying the photograph of a Dakota girl at Mendota 
identifies her as “a member of the community of Dakota who survived […] after the exile 
of most of their relatives” (p.12). And finally, a 2019 photograph of Pawnee quarrier 
Aaron Prim at Pipestone National Monument is described being geographically “near the 
border of what is now South Dakota and Minnesota, borders created by European 
Americans” (p.19). The description continues: “Treaties did not acknowledge Native land 
boundaries or Indigenous’ peoples’ access to the stone” (p.19). Descriptive language 
throughout this ed kit paints a bleak picture of the impact U.S. actions had on Indigenous 
people and land, consistently firm in its presentation of said events being the byproduct 
of unjustified U.S. aggression and falsely perceived superiority.  
Setting	the	Stage	for	Civil	Rights	
In the effort to share stories about how the foundation for the 1960s Civil Rights 
Movement was laid decades earlier, descriptive practices within this packet bring 
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attention to two principal themes: twentieth century trials faced by African 
Americans and the role of Black1 agency in response. 
Twentieth Century Trials 
 Ed kit authors open with an explanation of early 1900s African American 
migration northward. Rationale spanned from “many Southern blacks [having] lost their 
right to vote through threats, taxes, and other restrictions, and the majority of the black 
population [having] faced poverty and limited job opportunities” (p.3). In continuation, 
it’s noted that while promising, neither was the North “free of discrimination [as] many 
black Americans were paid less than their white counterparts, had poor options for 
housing, and faced the threat of violence” (p.3). Furthermore, U.S. suffering 
characteristic of the years spanning World War I, the Great Depression, and World War 
II was, for African Americans, “viewed through an additional lens of inequality” (p.4). In 
addition to discriminatory law, the realities African Americans faced are described as 
having been the product of systematic segregation based in custom.  
 Descriptive practices applied to this contextual background certainly give voice to 
the myriad of persistent post-abolition racist manifestations and accompanying 
challenges faced by Black people. However, its overarching narrative is described in a 
passive manner and depicts the Black experience according to problematic “victim” 
rhetoric (such as in the phrase “violence against women”), as opposed to actively calling 
out and condemning the role of white-driven oppression. This is especially true of the 
sentence, “African Americans […] faced a system of segregation” (p.4). I propose that 
 
1 I’ve chosen to capitalize “Black” in alignment with recent guidelines from the Associated Press 
and others. For the purposes of embedding direct quotes, I left its usage in tact where ed kit authors do not 
capitalize this term.  
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instead, contextual description here should read something like, “The 
aggressive perpetuation of White supremacy and other racist ideologies imposed a system 
of segregation on African Americans.” Doing so names and holds the oppressor 
accountable.  
 In addition to descriptive practices within this ed kit’s Background, twentieth 
century trials of African Americans are also emphasized throughout primary source-
specific contexts. For example, description of a 1915 newspaper article from St. Paul’s 
The Appeal (written in response to public outcry and the (successful) attempt to ban “The 
Birth of a Nation”) accurately characterizes the film as “explicitly racist [in its] vicious 
portrayal of African Americans” (p.6). Firm, unwavering use of language in this instance 
objectively defines and affirms the reality of racism. It inspires students to consider 
Black-led protest and victory with high regard. Similarly, archival description of a 
photograph documenting the lynching of three Black men in Duluth introduces the 
implications of systemic power on matters of criminal justice. It’s explained that while 
“the allegation had little evidence to support it, Duluth police arrested and jailed” the six 
black men accused of a young white woman’s rape and exercised “little resistance” 
against a mob that later broke in, conducted a mock trial, and lynched the three men 
found guilty (p.7). Here, conscious archival description invokes questioning of the justice 
system and probes students to contemplate the role of power in upholding a racist status 
quo.  
Black Agency 
 The greatest descriptive strength of this ed kit lies with its presentation of the 
Black response to persistent inequality. Authors state in the packet’s Background that 
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while a nationwide and organized civil rights movement had yet to appear, “the 
absence of something expansive did not mean black Americans were not pushing back 
against discrimination […] African Americans voted, unionized, started businesses, and 
made conscious efforts to fight injustice” (p.4). Further, “The Harlem Renaissance led to 
creative works by black artists about black life, while black newspapers provided a voice 
against racism” (p.4). At the close of this descriptive overview, ed kit authors conclude, 
“African Americans actively worked to change a long history of discrimination, setting 
the stage for the wave of social transformation that was to come” (p.4). As evidenced by 
this contextual background, elevation of Black agency through conscious archival 
description perpetuates a black identity tied to active self-empowerment and advocacy. 
 Said principles are likewise visible in the descriptive practices of individual 
primary sources. A 1926 photograph of a girl scout troop at the Phyllis Wheatley house in 
Minneapolis is accompanied by description expounding upon the settlement’s origins. 
According to ed kit authors, it “served the needs of a growing black community and 
helped train young black people to be leaders” (p.8). Among those pictured is troop 
leader Ethel Ray Nance, described as having been active in the Harlem Renaissance, 
Minnesota’s first Black policewoman, and who later became associate head resident at 
the Wheatley House. Several primary sources direct additional focus to Clarence “Cap” 
Wigington, the nation’s first Black architect, and his design of an ice palace for the 1937 
St. Paul Winter Carnival; Lena Smith, who as Minnesota’s first Black female lawyer 
successfully defended a local Black family’s right to stay in an all-white neighborhood, 
circa 1940; and Nellie Stone Johnson, the first elected Black official in Minneapolis who 
helped form the Democratic-Farmer-Labor (DFL) Party in Minnesota. Like the ed kit’s 
  31 
aforementioned topical overview, individual stories centering Black agency, 
power, and leadership also highlight the crucial influence conscious archival description 
has on effective primary source-based education, and further speaks to the role of said 
instructional model in exposing students to multiple perspectives, expanding historical 
narratives, and developing history thinking skills.  
Newspapers	of	the	Vietnam	War	Era	
The Minnesota Historical Society developed this ed kit as a multipurpose tool—
both to expose students to assorted perspectives and to teach them how to become 
thoughtful, critical media consumers. Content analysis of the descriptive practices 
throughout this packet revealed two corresponding themes. First is the meta portrayal of 
newspapers and other media sources as unavoidably biased “first drafts of history” (p.3). 
Second is the language around America’s involvement. 
Media Bias 
 Upon reviewing this ed kit, I noticed authors split the contextual background into 
two separate sections. One discusses the role of newspapers in dissemination of 
information and historical documentation; the other, like “Native Minnesota: Dakota and 
Ojibwe Homeland” and “Setting the Stage for Civil Rights,” provides an overview of the 
subject area (in this case, the Vietnam War era). Such an introductory emphasis on 
newspapers brings attention to the conversation’s value and orients users to what 
becomes a recurrent theme throughout the rest of the packet. 
Newspapers are first defined as “a primary source of news and information for 
Americans,” “comprehensive […] windows into the past,” and “first drafts of history” 
(p.3). But their description in this light doesn’t persist long before ed kit authors broach 
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the subject of media bias, thereby fashioning newspapers “like any other 
historical document […] carefully curated to share specific information with specific 
audiences” (p.3). It’s further explained that said bias emanates, in part, from newspaper 
audiences, editorial boards, paper owners, and societal norms. This being the case, 
MNHS authors conclude that “teaching students to analyze historical newspapers 
provides them with the same discernment skills necessary for thoughtful news and media 
consumption today” (p.3). Clearly, their meticulously crafted depiction of newspapers at 
the outset of this ed kit lays the groundwork for student consideration of primary sources 
to follow.  
The most consistent exemplars of conscious descriptive practices at play 
throughout the rest of the packet are found within source-specific discussion questions, 
rather than their typical contextual prose. Questions include but are not limited to: 
- Based on the main headlines of this newspaper, what were its readers most 
concerned about? Based on number of topics covered, what was most important 
to the people of [insert corresponding county]? 
- Based on layout of the front page, which article do you think editors wanted 
people to read first? What issues and events does the editor consider most 
important to share with readers? What message are the editors trying to convey? 
- How does coverage [of the war, protests, draft] differ between newspapers? How 
is it similar? (see questions on pages 7-17). 
Each of these questions insinuates the irrefutable existence of bias in media, challenging 
students to consider how/where it exists and/or presents itself rather than if it exists.  
 In addition to discussion questions, conscious archival description reflective of 
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this meta theme also occasionally appears within primary source contextual 
prose. For example, description of a 1969 St. Cloud Daily Times article about the My Lai 
Massacre a year prior concludes with, “the media had a powerful influence on public 
opinion” (p.11). Students will likely respond inquisitively about how this article in 
particular influenced community perception of covered events. As such, descriptive 
practices here continue to facilitate critical analysis of primary sources. Another example 
of conscious archival description at play within primary source contextual prose is found 
on page 13. Here, MNHS ed kit authors critically describe a 1970 Duluth News-Tribune 
article about the Kent State antiwar protests and subsequent fatal shootings. They 
highlight the nuanced reality of news coverage, stating, “News services and local writers 
provide different version of stories depending on their perspective and information 
gathered. It’s possible for one event to be covered in many ways, with several points of 
view” (p.13). Like the description of the St. Cloud Daily Times article, language use 
replete throughout this paper’s context reinforces student attention toward critical 
consideration of media. Similarly, in their description of editorial coverage about South 
Vietnam’s 1975 surrender, ed kit authors emphasize the impact front-page design has on 
news reception. They suggest from an analysis of the paper’s intense images and 
powerful phrases, “The way news is packaged can be as important as the news itself” 
(p.17). As evidenced, conscious descriptive practices in both primary source discussion 
questions and contextual prose, as well as in the packet’s introductory background on 
newspapers, cement the ed kit’s fixation on bias in media as a carefully constructed 
instructional tool of primary source-based education.  
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America’s Involvement 
 The second principal theme arising from descriptive practices throughout this 
packet centers around the controversial nature of U.S. involvement in Vietnam. 
Contextual overview begins with an acknowledgement of its “complicated” and “difficult 
to follow” history (p.4). As the narrative progresses, it becomes clear from the authors’ 
use of language that newspaper articles across this ed kit reflect two primary contrasting 
opinions: that in support of a justified war, and that in vehement opposition. The first is 
described as a reaction “concerned with Ho Chi Minh’s Communist sympathies,” the 
U.S. accordingly “designated protector of South Vietnam’s pro-Western government” 
(p.4). Expansion of active U.S. military presence is additionally described to have been 
catalyzed in the interest of “preventing further aggression” (p.4). At this point, however, 
MNHS authors change their tone to reflect the emotional depth of and intersectional 
forces behind growing opposition. It’s explained that “the disproportionate number of 
African Americans and working-class youth [being drafted] only increased anger” (p.4). 
Furthermore, ed kit authors emphasize the public’s dwindling faith in and augmented 
suspicion of the U.S. government during Nixon’s presidency. Tonal adjustment in MNHS 
description of the Vietnam War era’s dichotomous nature is introduced in the packet’s 
Background, but like the language around bias in media, proliferates across the 
descriptive practices of several individual primary sources, too. 
 Newspaper articles conveying advocacy of the war are described in a parallel 
manner. For example, contextual description of the 1964 Minneapolis Star headline, 
“House Votes Support of LBJ Asian Stand,” is explained to have been the result of 
widespread congressional approval, a decision that ultimately granted President Lyndon 
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B. Johnson “authority to use military force” (p.7). This paper’s depiction of the 
war’s origins and its accompanying archival description are in tandem—both seemingly 
evoking justified sentiments. The same is true of its 1967 coverage of General William 
Westmoreland’s speech before Congress, during which the commander of military 
operations in Vietnam called for increased U.S. forces. Included as part of the primary 
source description, ed kit authors note that Westmoreland “expressed confidence in 
victory” (p.8). Here, language is bent toward hope. 
As with the archival description of articles biased in support of the Vietnam War, 
MNHS ed kit authors similarly align their descriptive language of antiwar media 
coverage with parallel undertones from the papers themselves. For example, descriptive 
context for the 1969 St. Cloud Daily Times article, “That Day at My Lai: What Did 
Happen?,” places weight on American soldiers having killed hundreds of Vietnamese 
civilians and draws attention to Army officials having kept it quiet for a year. Ed kit 
authors echo the article’s suspicious sentiment. Their description facilitates student 
consideration of said duplicitous and “horrific” events (p.11). Descriptive practices of 
this ilk are also evidenced by MNHS contextual commentary on The Carletonian’s 1970 
article, “Carnival Spirit Pervades Minneapolis March”. This two-page spread from 
Carleton College in Northfield, Minnesota documents various ways in which students 
took antiwar action following the Kent State Massacre. Ed kit authors affirm in their 
description that “protest can take many forms” and place emphasis on sit-ins and peaceful 
marches (p.14). Both this article and the language used to describe it combat the 
disruptive and unruly imagery often associated with dissent.  
Of particular note in “Newspapers of the Vietnam War Era” is the Minnesota 
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Historical Society’s distinct approach to conscious archival description. As 
outlined above, descriptive practices throughout this packet often parallel underlying 
sentiments characteristic of the articles being described. Or, rather, contextual 
descriptions did not challenge said sentiments. While MNHS embraced a softer, more 
balanced stance in its primary source descriptions compared to the other two ed kits, it 
still accomplished the same end goal—that is, facilitating critical primary source analysis 
and inspiring self-directed yet informed development of historical conclusions among 
students. Had MNHS been more consciously biased in their descriptions (in the interest 
of perpetuating accurate historical narratives), it would have defeated their purpose of 
introducing students to a multitude of perspectives and training them in responsible 








Discussion and Conclusions 
My content analysis of three primary source ed kits from the Minnesota Historical 
Society (MNHS), including “Native Minnesota: Dakota and Ojibwe Homeland,” “Setting 
the Stage for Civil Rights,” and “Newspapers of the Vietnam War Era,” gave rise to 
several key takeaways. I will discuss them within three umbrella categories. First is my 
evaluation of MNHS ed kit description according to the alignment of institutional values 
and educational incentives with prominent ed kit themes distilled from collective 
descriptive practices. This part of my discussion addresses my first research question. 
The second umbrella category ties my MNHS ed kit findings back to the literature and 
addresses my second research question. Finally, I will discuss the limitations of my study 
and suggest opportunities for supplementary research.   
Evaluation	of	MNHS	ed	kit	description	
One of the Minnesota Historical Society’s primary strategic priorities is 
educational relevance, which exists within a broader framework of institutional mission, 
vision, and values. Commitment to educational relevance means equipping and inspiring 
learners to “examine, engage, and understand their world through a historical lens” 
(Minnesota Historical Society, n.d.). By so doing, MNHS accomplishes each of these 
central tenets as delineated on their website (whether pertaining to their mission, vision, 
or values): 
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- [Serving] “as an effective leader of and partner in educational initiatives 
and learning opportunities for all Minnesotans,”  
- […] “as a leading publisher of content about Minnesota and its history in 
traditional and digital media for a variety of audiences,” 
- […] “as a partner in helping young people make connections between history and 
today’s world,” 
- […] “as an advocate for and steward of historical resources and facilitator of 
compelling, substantive, and enjoyable learning experiences,” and 
- Upholding their institution’s values of stewardship & service, innovation & 
resourcefulness, and inclusion & collaboration. 
My content analysis generated several themes consistent with the stated MNHS 
strategic priority of educational relevance. First, various sections throughout each 
primary source ed kit convey a common purpose—that is, exposing students of history to 
multiple perspectives and thereby augmenting their critical consideration of complex, 
nuanced narratives. Each ed kit also affirms the role of conscious archival description in 
primary source-based education. Accordingly, the topical themes which arose from 
descriptive practices across each of these packets are reflective of educational relevance 
(and, as previously stated, the broader framework of MNHS mission, vision, and values).  
From “Native Minnesota: Dakota and Ojibwe Homeland,” these include 
perspectives on Indigenous People and Culture, the Concept of Homeland, and a 
Historical Framework of Conflict Between Indigenous and European Americans. 
Conscious descriptive language characterizes Indigenous people with autonomy, 
adaptability, and ingenuity; establishes a long-standing record of Native presence and 
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activity prior to European arrival; and paints the conflict and resulting damage 
as a byproduct of unjustified U.S. aggression and falsely perceived superiority. 
Altogether, these themes underpin the ed kit’s pursuit to “decolonize collections and 
broaden history beyond European American narratives” (p.4).  
The themes which arose from “Setting the Stage for Civil Rights” include 
Twentieth Century Trials (of African Americans) and Black Agency. While the 
description of racist perpetuations in custom and law succeeds at bringing light to the 
intersectional challenges imposed on African Americans in the twentieth century, its 
linguistic framing fails to actively call out and condemn the role of white-driven 
oppression in said challenges. Its overarching narrative is described in a passive manner. 
The descriptive practices which elevate Black agency, on the other hand, perpetuate a 
Black identity tied to active self-empowerment and advocacy. Overall, this ed kit 
likewise embodies core tenets of the MNHS strategic priority of educational relevance 
and speaks to the role of primary source-based education in exposing students to multiple 
perspectives, expanding historical narratives, and developing history thinking skills. 
Finally, analysis of “Newspapers of the Vietnam War Era” also generated themes 
consistent with MNHS educational incentives. These include Bias in Media and 
American Involvement. However, descriptive practices relating to both are distinct from 
the other two ed kits. Conscious archival description of newspaper bias is most 
consistently found within source-specific discussion questions, rather than their typical 
contextual prose. Regardless, its thematic descriptive approach cements the ed kit’s 
fixation on bias in media as a carefully constructed instructional tool of primary source-
based education. Description pertaining to American involvement in Vietnam also 
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operates according to somewhat different principles than the descriptive 
practices employed throughout the other packets. Language across descriptions often 
parallels underlying sentiments characteristic of the articles being described, and as such, 
I perceived as somewhat softer. But doing so in this case makes sense. MNHS authors 
still facilitate critical primary source analysis and inspire self-directed yet informed 
development of historical conclusions among students. 
In conclusion of my first discussion point and as an answer to my first research 
question, the general structure and unique themes across each of the three ed kits are 
indicative of conscious archival description at play, and accordingly reflect MNHS 
commitment to educational relevance and several other institutional values.  
Parallels	to	literature	
Literature on the topic of primary source-based education and conscious archival 
description primarily centers on its multifaceted value to educators and students. Each of 
these three MNHS ed kits excels at exposing students to multiple and diverse 
perspectives (thereby facilitating a more inquisitive attitude and instilling critical thinking 
skills, such as historical empathy), presenting history as a narrative (further generating 
interest), and promoting student agency in the learning process (thereby more effectively 
engaging them). According to the literature, each of these outcomes is crucial to effective 
primary source-based education. Also addressed is the role of conscious archival 
description. Growing attention devoted to how collections are described in online finding 
aids is in direct response to an augmented depth of understanding about the reality of 
power in archives, as well as the myth of neutrality. I applied these principles to my 
content analysis and found, as evidenced by the various themes produced by MNHS 
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descriptive practices, conscious archival description in primary source-based 
education directly impacts the development of historical empathy among students. 
However, it’s inconclusive from my findings how said description influences inquiry-
based teaching. I could propose conjectures, but ultimately would need to speak more 
conversationally with educators themselves.  
Limitations	and	future	opportunities	
On that note, my study likewise did not double back to the literature’s coverage of 
collaboration between educators and archivists or tech-related educator needs. Content 
analysis of descriptive practices did not consider delivery format or involve data 
collection about those involved in MNHS ed kit production. I’d originally planned to 
conduct a case study complete with archivist and educator interviews as a means to better 
address these facets of primary source-based education. Alas, the Coronavirus pandemic 
limited my access and capacity to do so. I diverted from what I’d initially proposed to 
instead only conduct documentary analysis. 
That being said, I’ve identified several opportunities for supplementary research. 
As stated, interviews with the archivists involved in MNHS ed kit production and 
educators accustomed to using them would facilitate more wide-ranging and conclusive 
findings, including information about archival decision-making processes and insight 
from educators about met and unmet needs. A similar study of the relationship between 
conscious archival description and primary source-based education could also take a 
more student-focused approach, interviewing and/or observing them with regard to their 
learning experience. Finally, it would be interesting to see what comes of a qualitative 
content analysis or case study of ed kits across institutions. Comparing and contrasting 
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